Grand Valley State University

ScholarWorks@GVSU
Culminating Experience Projects

Graduate Research and Creative Practice

8-2-2022

Increasing Access to Early College Programs at the Beginning of
High School
Jennifer Schmotzer
Grand Valley State University

Follow this and additional works at: https://scholarworks.gvsu.edu/gradprojects
Part of the Secondary Education Commons

ScholarWorks Citation
Schmotzer, Jennifer, "Increasing Access to Early College Programs at the Beginning of High School"
(2022). Culminating Experience Projects. 150.
https://scholarworks.gvsu.edu/gradprojects/150

This Project is brought to you for free and open access by the Graduate Research and Creative Practice at
ScholarWorks@GVSU. It has been accepted for inclusion in Culminating Experience Projects by an authorized
administrator of ScholarWorks@GVSU. For more information, please contact scholarworks@gvsu.edu.

Increasing Access to Early College Programs
at the Beginning of High School
by
Jennifer A. Schmotzer
August 2022

Master’s Project
Submitted to the College of Education
At Grand Valley State University
In partial fulfillment of the
Degree of Master of Education

Abstract
Early College Programs (ECP) seek to increase the college pipeline for traditionally
underrepresented students in a postsecondary environment: first-generation college students,
minorities, and low-income families. While these programs have seen significant success and
grown rapidly across the United States, some students are still not accessing an ECP due to
real or perceived barriers. Some of these barriers include stereotype threat, academic
resiliency, knowledge about higher education, academic achievement, and navigating the
transition from a K12 environment to a postsecondary environment. This proposed project
seeks to design a coaching curriculum similar to the success of a summer bridge program
(Duncheon, 2020) to assist targeted students who previously were not accepted or
conditionally accepted to an ECP to implement strategies and skills necessary to succeed in a
postsecondary environment and gaining entrance into an ECP.
Keywords: Early College Program, underserved students, perceived barriers, summer bridge
program, academic coaching curriculum
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Chapter One: Introduction
Problem Statement
Early College Programs (ECPs) are designed to increase access to higher
education, but admittance to these programs is problematic for the very groups these
program target. Low-income families, minority groups, and first-generation college
students tend to operate at an academic deficit. Martinez et al. (2020) finds this deficit
is sometimes due to finances, lack of knowledge regarding options and navigating the
admissions process, academic readiness, and/or lack of representation for minority
students. Furthermore, Steele & Aronson (1995) and Aronson et al. (2002) determine
these groups of underserved students can also be impacted by negative stereotypes
which impact academic performance. Truebridge (2014) determines students may
also struggle with tapping into their resilience which can lead to exiting the program
early or not gaining access in their first place. ECPs are just the first step in rectifying
these inadequacies and increasing entry to post-secondary education and succeeding
in that environment; interventions prior to admittance into an ECP are the next logical
step to increase access.
Importance and Rationale of the Project
Since the inception of ECPs, “early and middle college high schools (EMCHSs) are explicitly designed to provide dual enrollment opportunities to students
who may not have had access to college in the past” (Barnett et al., 2015, p. 39). In
many versions of ECPs, this opportunity also comes with little to no cost to families
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as long as students are successful in the program. Now that these programs have
existed in various iterations for almost 20 years, much research has been conducted
on their effectiveness along with suggested models and supports institutions should
put in place to ensure positive outcomes for students. However, the research over the
last 20 years has also found that target groups are still struggling in these programs
and there are concerns the target students are not even gaining access.
While Early College Programs (ECP) are increasing the pipeline to
postsecondary education for underserved student groups, there are still opportunities
to further increase that pipeline and support these students earlier in the program or
prior to entry so more students successfully complete postsecondary education.
According to Hutchins et al. (2019), there are seven perceived barriers students can
encounter in any combination that will prevent them from matriculating to a
postsecondary environment. Those seven perceived barriers are financial, academic
utility, personal indecision, personal problems, negative academic attitudes, negative
attitudes toward college success, and negative community expectations (Hutchins et
al., 2019, p. 1123).
Hutchins et al. (2019) finds that most students (75.1%) planned to attend a 4year college directly after graduation, 16.6% would not continue immediately, while
8.2% planned to attend a 2-year college. The subgroup that does not plan to pursue
postsecondary education immediately upon graduation are evenly sorted between the
following reasons: unsure of future plans, plan to work, or other reasons. Less than
10% planned to join the military. The major findings conclude that noncollege bound
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youth in ECHSs view their “transition opportunities and barriers in complex ways
that include, but are not limited to, academic and economic considerations… [and]
reinforce the call for more personalized academic and social supports…particularly
supports that value the motivations, goals, and the challenges that these youth face”
(Hutchins et al., 2019). This bolsters the need for ECHSs to continue to find ways to
support all their students and address the various barriers students encounter. The
Early Colleges in this Hutchins et. al (2019) study yielded significant and meaningful
improvements in almost every student outcome examined. Early College students
were benefitting from their Early College experience beyond high school, and we
expect these benefits to continue. For example, Early College students may earn more
college degrees, may accrue less educational debt, and may begin their careers sooner
(and thus may have higher lifetime earnings) compared with other students (Berger et
al., 2010).
Further expanding on the challenges of transitioning from high school to
college, Hirschman (2016) relays the results of the University of Washington-Beyond
High School (UW-BHS) study to determine educational inequalities in the categories
of gender, immigration generation, and race-equality. The study group examines
“high school seniors from twelve high schools in the Pacific Northwest” (Hirschman,
2016, p. 309) and claims “that gender, race-ethnicity, and immigration generation are
important primarily because of their association with other dimensions of family
background and social processes that have strong, presumably direct effects on
schooling outcomes” (Hutchins, 2016, p. 314). However, this study also outlines an
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educational ladder from childhood to adulthood and identifies five stages leading to
college graduation. These are college aspirations, college expectations, college
preparedness, enrollment in a four-year college, and college completion (Hutchins,
2016). The study also determines where the gaps increase among the stages, which is
significant in the race-ethnicity category. Often, disadvantaged minorities (black,
Hispanic, American Indian, and Pacific Islander students) are often left behind as
“these are not merely modest disparities that are likely to be corrected with time or by
minor interventions—they portend a crisis that is deeply rooted in the organization of
American society, including its ostensibly merit-based public schools” (Hutchins,
2016, p. 325).
However, the challenges do not end here. Jabbari et al. (2022) finds “the
number of individuals with student loan debt who do not earn their degrees is on the
rise” (p.1) and examines “students with non-degree debt (NDD) —to (a) individuals
who have a high school diploma and no student debt, (b) individuals with some
college and no student debt, and (c) individuals with a college degree and no student
debt, and (d) individuals with a college degree and student debt” (p.1). Their findings
show “individuals with NDD had greater odds of experiencing material and
healthcare hardships, as well as financial difficulties. Individuals with NDD also had
greater levels of financial anxiety and lower levels of financial well-being” (p. 1).
While the article does examine some upsides, such as NDD individuals seeing their
futures optimistically, these findings still paint a glib future for all students who
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attempt a degree but struggle to finish. While ECPs work to mitigate this outcome,
Hutchins et al. (2019) show that is still a possibility and needs to be addressed.
Background of the Project
ECPs were designed to address issues of inequity and access for underserved
students at the post-secondary level. The variety of ECP structures still “offer[s] a
suite of experiences and supports that lead to success in both high school and college
courses” (Barnett et al., 2015, p. 39). Students can attend an ECHS (Early College
Program) or an EMC (Early Middle College). Both programs allow students to take
courses that satisfy both high school and college requirements (Barnett et al., 2015).
A further appeal of this program is that “students begin taking college classes as early
as 9th grade at no cost to them or their parents, and many of the credits earned count
towards high school graduation as well as towards a college degree” (Barnett et al.,
2015, p. 40). The difference between and EMC and ECHS is ECHS “create academic
plans that allow students to earn at least a year’s worth of college credit and even an
associate’s degree by the time they graduate high school” while “middle college high
schools offer an opportunity to take college classes” (Barnett et al., 2015, p. 40).
Aside from programming, another facet of ECPs and Early College High
Schools (ECHS) is to “facilitate students’ socialization into higher education, or the
process of learning the skills, knowledge, and dispositions required for college
success” (Duncheon, 2020, p.173). This is typically done through support structures
that address academic and social skill deficiencies (Berger et al., 2010). This is
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typically done once students have entered the program. Many students felt the
tutoring and academic support from their teachers made the stressful workload
manageable, so students didn’t feel alone (Duncheon, 2020). However, some of these
mandates were not necessary for successful students. Both faculty and upperclassmen
indicated that these supports should be optional, or only mandatory of students who
were identified as needing continued support. Furthermore, some students also
indicated that their high school teachers provided too many opportunities to recover
in their courses, which was different than their college professors. Barnett et al.
(2015) notes that in New York, campus-based summer programs for incoming 9th
grade students helped smooth the transition while also providing some college
campus experience as “this program focuses on goal setting, time management skills,
and team building…[while] the companion course… focuses on improving reading
and writing skills” (p. 46). While many ECPs are implementing supports for enrolled
or admitted students, little is being done to coach students who are not quite ready to
enter an ECP. These students may have missed admittance criteria or needed to
strengthen academic and social skills beyond the typical bridge programming already
offered.
Statement of Purpose
Therefore, the purpose of this proposal is to address how to increase the college
pipeline by identifying a group of students that did not make the cutoff for entering
the ECP and provide a support program during their winter semester so they can
demonstrate the necessary skills to enter in an ECP the following fall semester. This
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group may contain the following subgroups: 9 grade students who applied but were
th

conditionally accepted due to insufficient readiness, 9 grade students who would
th

benefit from the ECP but did not apply, and 8 grade students who are interested in
th

applying to the ECP once they get to high school. The proposal is focusing on
developing a coaching curriculum specific to individual students that is different from
the generalized academic and social skills coaching offered. Furthermore, this
proposal will construct timelines appropriate to the college’s timelines, from initial
rejection or conditional acceptance, to the deadline for demonstrating mastery and a
student being granted access to enroll in courses for the fall. At this time, this
proposal will not address the mechanism needed to identify students nor assess their
resiliency. Students who participate in this individualized program will have a better
understanding of what specific steps they need to take to achieve their goal of
enrolling in an ECP with the knowledge that they are now equipped with the
necessary tools for success.
Objectives of the Project
1. Identify areas of concern that would limit or prevent access to an ECP.
From the research, there are a significant number of reasons why a student may not be
academically or socially ready transition from an ECP to a 4-year college (Hutchins
et al., 2019). Hutchins et al. (2019) did determine that these reasons are pervasive. It
is also of note that these same barriers would prevent students from enrolling in an
ECP in the first place. Collier & Morgan (2008) also note the challenges faced by first
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generation students in understanding faculty expectations and possessing the
necessary skills for Tinto’s “academic integration” and “social integration” (p. 426).
2.

Identify specific interventions to mitigate or remedy areas of concern.

Thompson & Ongaga (2011) suggest that schools would better serve students by
forming a network of support from all stakeholders to start an early initiation into
campus life: including academic expectations, communication skills, and cultivating a
safe learning environment (p. 53). Furthermore, Thompson and Ongaga (2011) assert
that “if the vision of early colleges is to blend high school and college…for
vulnerable students who might be at risk of dropping out of high school, then
consistent support structures should be established to bridge the move” (p. 53).
Implementing these interventions for groups at risk of not being admitted to an ECP
would allow for greater access and success at the post-secondary level for
underserved students.
3.

Implement interventions and measure the impact on accessibility to an ECP

(admittance to and then successful completion of 1st semester coursework in the
ECP).
One of the successes of the ECP model is building a caring and nurturing
environment (Ari et al., 2017). By personalizing the interventions, the
implementation, and building rapport with the advisor, students will have a greater
chance at gaining entrance to the ECP.
Definition of Terms
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Academic Coaching Curriculum: a personalized program developed in partnership
between the student, their family, and an academic specialist. Topics covered in the
program will vary depending on student need, but in general, topics will include time
management, addressing procrastination, utilizing resources such as tutoring,
academic checks that review grades, missing assignments, and developing next steps
to address these problems, and effective habits of effective students like study
strategies and note-taking.
Early College Program (ECP): a special type of dual enrollment program with five
core principals. According to Berger et al. (2010), these are the five core principals
ratified in 2008:
1. Early college schools are committed to serving students
underrepresented in higher education.
2. Early college schools are created and sustained by a local education
agency, a high education institution, and the community, all of whom
are jointly accountable for student success.
3. Early college schools and their higher education partners and
community jointly develop an integrated academic program so all
students earn 1 to 2 years of transferable college credit leading to
college completion.
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4. Early college schools engage all students in a comprehensive
support system that develops academic and social skills as well as the
behaviors and conditions necessary for college completion.
5. Early college schools and their higher education and community
partners work with intermediaries to create conditions and advocate
for supportive policies that advance the early college movement.
Early College High School (ECHS):one type of ECP that is unique from others as it
“create academic plans that allow students to earn at least a year’s worth of college
credit and even an associate’s degree by the time they graduate high school” while
“middle college high schools offer an opportunity to take college classes” (Barnett et
al., 2015, p. 40).
Early Middle College (EMC): one type of ECP that “offer[s] an opportunity to take
college classes” (Barnett et al., 2015, p. 40).
Post-Secondary Education (PSE): schooling beyond the K-12 environment. This
includes 2- and 4-year college or university programs (Edmunds et al., 2016)
Underserved Students: the general term used to refer to the following sub-groupsfirst-generation college students, minority students, low-income students. This can
also include students at risk for dropping out of high school (Barnett et al., 2015, p.
39) (Lauen et al., 2017, p. 526)
First-Generation College Students: “students who are the first in their families to
attend college “(Berger et al., 2010, p. 334) “Students whose parents had only a high
school diploma or less at the time the student applied to the early college were
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considered first generation. Any student who had at least one parent with some
postsecondary education was not considered first generation” (Edmunds et al., 2012,
p. 146).
Low-Income Students: Students in this category are those students who were
identified as being eligible for free or reduced-price lunch in eighth grade. Because
high school students are less likely to sign up for free lunch than younger students
(Riddle, 2011), we keep the eighth-grade low-income designation throughout a
student’s high school career (Edmunds et al., 2012, p. 146).
Minority Students: students from minority backgrounds not traditionally represented
in a college environment (Berger et al., 2010, p. 334) “Students in this subgroup
include those who are members of minority groups underrepresented in college. This
includes students who identify themselves as African American/Black,
Hispanic/Latino, and Native American/American Indian. Students who identify
themselves as White, Asian, or Multiracial are considered to be non-minority because
they are not underrepresented in college in North Carolina. (Edmunds et al., 2012, p.
146).
Scope of the Project
This project will seek to devise a coaching program for students with an
interest in an ECP but whose applications are initially rejected, conditionally
accepted, or students who are interested in applying but are at least 1 year out from
being eligible (8th grade students). The coaching program will then be tailored to
individual student needs surrounding academic and social integration to assist the
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student in being ready to enter and then succeed in the ECP. This program is
dependent upon students who are motivated to implement these strategies and who
have a long-term goal of attending an ECP. This program will only address students
who do not make the initial admissions cutoff as there are other supports and bridge
programs in place for students who do get accepted the first time. Another item that is
out of control is the timeframe between the initial rejection and a finalized cutoff for
admissions. This window always occurs in the spring semester in preparation for the
summer orientation program and beginning coursework the following fall. Therefore,
the project will need to identify students earlier than this to target any weaknesses in
their application and academic readiness in order to strengthen their chances of
admittance to an ECP as well as their chances of success while in the program and
once they matriculate to the college.
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Chapter Two: Literature Review
Introduction
The Early College High School Initiative, since its inception in 2002, seeks to
increase access to college for traditionally underrepresented students: low-income,
minority, and first-generation college students (Berger et al., 2013; Lauen et al.,
2017). The primary goal is to “smooth the transition from high school to college for
students who often run into serious barriers on the path to enrolling and staying in
college” (Lauen et al., 2017, p. 526). Through the “Early College, Early Success:
Early College High School Initiative Impact Study” (Berger et al., 2013), the
American Institutes for Research finds that early college students “were significantly
more likely to graduate from high school…, more likely to enroll in college, and more
likely to earn a college degree” (p. v). These findings are confirmed in the subsequent
report “Early College, Continued Success: Early College High School Initiative
Impact Study” (Berger et al., 2014) and again in 2017 by Lauen and his team in
“Early Colleges at Scale: Impacts on Secondary Outcomes”.
By their very nature, Early College High Schools (ECHS) infuse higher
academic rigor and expectations with supports in place (teachers, counselors, support
staff, and administrators) who “understand that personalization and academic support
are critical for student and organizational success” (Lauen et al., 2017, p. 526). While
this organizational structure supports a majority of students, Duncheon (2020)
discovers that students entering a program in their 9

th
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grade year needed additional supports in the form of a bridge program prior to
starting the program and students are not enrolled in introductory college courses
until after their freshman year. Participants in the study state the course offerings are
scaled to “gradually increase students’ exposure to college-level academics”
(Duncheon, 2020, p. 182). Furthermore, there are a plethora of informal supports
offered by teachers and professors in both academics as well as socialization to the
college environment. All these supports are critical in forging student motivation, grit,
and eventually, student success.
Theory/Rationale
The ECHS model has proven effective at increasing the postsecondary
pipeline for underserved students, whether they are minority students, low-income
students, and/or first-generation college students (Berger et al., 2010; Barnett et al.,
2015). A continuation of the Berger et al. (2013) study, Song & Zeiser (2019)
“assessed longer-term impacts of Early Colleges (ECs) on students’ postsecondary
outcomes 6 years after expected high school graduation…[and] explored the extent to
which students’ high school experiences mediate EC impacts” (p. viii). While the
findings are overall positive in showing that EC students were more successful in
enrolling in a postsecondary environment and complete a postsecondary degree
(associate’s or bachelor’s) between 4 and 6 years after their expected high school
graduation, there are some key findings that indicate ways the ECHS system can
improve by highlighting gaps. Some of these gaps include the level of academic
achievement in grade 8 has a strong correlation with completion & postsecondary
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success, variance in high school experiences “explained approximately 30% of the
EC impact on enrollment in any type of institution within 6 years after expected high
school graduation (p. xi), and “college credit accrual during high school was the
strongest mediator for degree completion outcomes, particularly bachelor’s degree
completion” (p. xi) as this accounted for 87% of the impact an EC has on a student
completing a bachelor’s degree within 6 years after their expected high school
graduation.
In addition to these gaps, barriers still exist for these groups of students to
gain access to and succeed in a postsecondary environment. Both Duncheon (2020)
and Lauen (2017) recognize the limitations of their studies as they examined students
who were already admitted to an ECHS or had the academic achievement or the
support of their families to apply in the first place.
Students also encounter other barriers that impact academic achievement prior
to entering an ECHS. One barrier, “stereotype threat [,] is being at risk of confirming,
as self-characteristic, a negative stereotype about one’s group” (Steele & Aronson,
1995, p. 797). Furthermore, “the existence of such a stereotype means that anything
one does or any of one’s features that conform to it make the stereotype more
plausible as a self-characterization in the eyes of others, and perhaps even in one’s
own eyes” (Steele & Aronson, 1995, p. 797). Through a series of studies, Steele &
Aronson (1995) showed that stereotype threat not only exists, but when it “demeans
something as important as intellectual ability, this threat can be disruptive enough…to
impair intellectual performance” (p. 808). Additionally, Black participants who are
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impacted by stereotype threat performed poorly on the standardized tests, whereas
Black (and White) participants that test under conditions designed to alleviate
stereotype threat performed better (Steele & Aronson, 1995). In 2002, Aronson et al.
further examines how to shift the mindset of students impacted by stereotype threat
and see intelligence “as a malleable rather than [a] fixed capacity” in order to improve
their resilience against stereotype threat and counteract “responses that impair both
academic performance and psychological engagement with academics” (p. 113). This
study determines that this type of intervention of “three sessions of advocating the
malleability of intelligence, created an enduring and beneficial change in their
[students’] attitudes about intelligence” (Aronson et al., 2002, p. 123). It is possible
that both stereotype threat and this type of intervention would apply to other targeted
groups in ECHSs.
Students also encounter barriers once they are in ECHSs. Hutchins et al.
(2019) determines seven perceived barriers that impact students within an ECHS and
their decision to not pursue further postsecondary education once they graduate.
These factors are financial, academic utility, personal indecision, personal problems,
negative academic attitude, negative attitudes toward college success, and negative
community expectations (Hutchins et al., 2019). Hutchins et al. (2019) also notes that
“students follow a developmental trajectory that is influenced by the interplay of
individual and contextual factors, with students’ own choices and actions being
affected by and affecting the opportunities and constraints provided by their social
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context” (p. 1121). That is to say, the perceived barriers of these students influence
their opportunities within the ECHSs and can lead to some students’ self-sabotage.
Research/Evaluation
Opportunity for Improvement
While Early College Programs (ECP) are increasing the pipeline to
postsecondary education for underserved student groups, there are still opportunities
to further increase that pipeline and support these students earlier in the program or
prior to entry so more students successfully complete postsecondary education.
According to Hutchins et al. (2019), there are seven perceived barriers students can
encounter in any combination that will prevent them from matriculating to a
postsecondary environment. The purpose of this qualitative study is to determine
why some students who attend an Early College High School (ECHS) choose not to
transition to a 2-or 4-year college. The team conducts a survey across eighteen
ECHSs in North Carolina, which includes a total of 511 high school seniors. A
variety of analysis methods (multinomial logistic regression, cluster analysis,
contingency table analysis, and analysis of variance) are used to determine patterns
between perceived barriers and differences between college-bound and noncollegebound youth. Hutchins et al. (2019) finds that most students (75.1%) planned to
attend a 4-year college directly after graduation, 16.6% would not continue
immediately, while 8.2% planned to attend a 2-year college. The subgroup that does
not plan to pursue postsecondary education immediately upon graduation are evenly
sorted between the following reasons: unsure of future plans, plan to work, or other

18

reasons. Less than 10% planned to join the military. Because this is the first study of
its kind, more research is needed to determine if the survey results align with actual
postsecondary outcomes. The major findings conclude that noncollege bound youth
in ECHSs view their “transition opportunities and barriers in complex ways that
include, but are not limited to, academic and economic considerations… [and]
reinforce the call for more personalized academic and social supports…particularly
supports that value the motivations, goals, and the challenges that these youth face”
(Hutchins et al., 2019). This bolsters the need for ECHSs to continue to find ways to
support all their students and address the various barriers students encounter.
Related to the Hutchins et al. (2019) study, Garcia et al. (2018) chooses to
explore the likelihood of ECHS graduates continuing to pursue a bachelor's degree
once they graduate. The Garcia et al. (2018) study uses mixed methods to determine
the relationship between the number of credits a student earns while still in an ECHS
and how likely they are to attain a bachelor’s degree by breaking the student groups
into three categories: <19, 20-39, and >40 college credit hours. The Garcia et al.
(2018) findings indicate a strong relationship between college persistence and the
number of credits earned as “the probability of a student who had obtained 20-39
credits was 2.81 times (.76/.27) more likely than students who had obtained less than
20 credits. The probability of a student who had obtained >40 or more credit hours
persisting was 2.81 times (.76/.27) more likely than students who had obtained less
than 20 credit hours” (p.4). While this is encouraging news for students who are
attaining 20 or more credits during their time in an ECHS, it also highlights a barrier
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for students who only attain <19 credit hours as less likely to pursue and attain a
bachelor’s degree.
In tandem with these barriers, Martinez et al. (2020) explores how
underrepresented students experience negative and unintended consequences from a
college-going culture in a qualitative study that utilizes a descriptive, multisite case
study approach. 59 students are interviewed across three diverse urban public high
schools in varying parts of Texas. While many students acknowledge the positive
outcomes from attending a school with a strong college-bound culture, there are also
negative and unintended consequences such as students feeling scared, overwhelmed,
and or increasingly stressed because of the narrow focus of a college-bound school
culture (Martinez et al., 2020). The major findings include affirmations that some of
the unintended consequences included “prominent problematic feelings that emerged
for students were feeling overwhelmed, fear, anxiety, stress, as well as frustration. As
a result, some students develop coping strategies that were not always positive, such
as cheating to meet the high expectations and necessary college-related activities
associated with being college ready” (Martinez et al., 2020, p. 752). Additionally,
though some students rise to the challenge to meet high expectations despite feeling
overwhelmed, other students lack social and emotional balance, while other give up
on attending college either because of the high pressure or feeling as though “they
were not college material” (Martinez et al., 2020, p. 752). Though this study is
conducted in traditional public high schools, the same attitudes and unintended
consequences can also be present, and even more prevalent, at an ECHS. These
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findings suggest that student voice needs to factor into policies that promote a
college-going culture, and that staff needs to be aware of potential negative
consequences and equipped with tools on how to address them with students to
provide healthy ways to navigate a college-bound environment.
Finally, faculty expectations and other soft skills critical to the role of a
college student present a barrier that students must navigate along with their academic
aptitude. Collier & Morgan (2008) used a qualitative approach using focus groups of
students in their first year at college “to examine the fit between university faculty
members’ expectations and students’ understanding of those expectations” (p. 425).
The major findings are that first-generation and traditional college students’
understanding of faculty expectations do vary regarding expectations about workload
and priorities and how explicit directions needed to be given. Likewise, firstgeneration students “reported markedly more problems related to understanding the
faculty’s implicit expectations, such as “time management and placing priority on the
time they devoted to their classes” (Collier & Morgan, 2008, p. 436) as these students
tended to overcommit. Along with this barrier, first-generation students also needed
more explicit details when it came to understanding assignments, the syllabus, and the
mechanics necessary for writing tasks such as paper format (Collier & Morgan,
2008). These findings indicate that first-generation college students still need
supports that address the cultural capital necessary to successfully navigate college.
These same supports are also needed in an ECHS so that when students begin taking
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college courses, they are not blindsided by the implicit and explicit expectations and
risk losing credit for that semester due to not meeting those expectations.
Interventions and Supports
The ECHS and ECP models provide a unique blend of high school and
college experiences which allow students previously missing from postsecondary
education to be successful at the collegiate level. A significant contributing factor to
the ECHS model’s success is the abundance of supports integrated into the model to
help students achieve the higher expectations associated with an ECHS. Edmunds et
al. (2020) highlights several key factors linked to a student’s success at college
including, but not limited to: academic achievement, academic preparation,
standardized test scores, GPA, advanced coursework, critical thinking, reading and
writing effectively, problem-solving, adaptability, independence, time management,
study skills, collaboration, self-advocacy, and successfully navigating the college
environment to register or classes and apply for financial aid. The ECHS model is
designed to address all these skills so that students are fully prepared to continue their
postsecondary journey once they matriculate from the ECHS.
Thompson & Ongaga (2011) conducts an empirical study in North Carolina,
where ECHSs grew rapidly. Their study examines one early college high school and
focuses on the “factors that support and constrain student and teacher development
and success with one such small learning community” (p. 43) using the ethics of care
as a conceptual framework. Their findings indicate two types of relationships. The
first is that caring relationships are essential and can be divided into two types. The
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first are “those based on trust, competence and growth are embodied in the affiliative
and intellectual relationships between teachers and student and peer relationships”
(Thompson & Ongaga, 2011, p. 47). The second relationship focused on the
continuity between the ECHS and its university partner. These findings inform that
relationship building is a key factor in determining success for students.
Edmunds et al. (2012) focuses their study on the beginning of the ECP
pipeline by studying the “impact of the early college model on Grade 9 outcomes” (p.
136). The longitudinal experimental study seeks to determine the ECHS model’s
impact of certain student outcomes, if the impact is different for different groups of
students, and which specific ECHS components are linked to positive outcomes
(Edmunds et al., 2012). The findings in this study determine that more 9 grade
th

students were on track for college as they were “taking and successfully completing
English I and a mathematics course at the level of Algebra I or higher” (Edmunds et
al., 2012, p. 151). Furthermore, the results are statistically significant for math
courses but not for English. In addition to the academic findings, Edmunds et al.
(2012) also notes significant behavioral outcomes, namely reduced absenteeism and
suspensions. The team attributes these outcomes to the design of ECHSs because the
“schools used their small size to create intentional structures designed to build
relationships with students” (p. 155). These findings affirm the need to build these
relationships early on as they will continue to have a positive impact on students
throughout their high school and postsecondary journey. Moreover, Edmunds et al.
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(2012) reinforces the importance of activating these supports early in high school to
maximize student outcomes.
In stride with relationships, Ari et al. (2017) reinforces the value of care-based
relating in the ECHS model and its impact on student outcomes. Using a
phenomenological inquiry, Ari et al. (2017) seeks to “understand the role of carebased relating in a model early college by examining how relationships are
manifested and experienced at this school” (p. 1). The study team interviewed eleven
participants (students and teachers) for 30-45 minutes. The major findings in Ari et al.
(2017) include “meaningful relationships, responsive practices, wrap-around services
for students with out-of-school challenges” (p.2) in order to promote education
success and equity. These findings emphasize the value in building supports and
relationships early in the program and maximizing utilization of wrap-around services
to support not just students, but families as they navigate an ECHS and postsecondary
next steps.
Duncheon (2020) highlights an initial support that encompasses many of the
previously mentioned supports. Duncehon’s (2020) study investigates how ECHS
students are socialized into higher education and what students cultivate from their
ECHS experience using an organizational socialization framework via interviews,
demographic questionnaires, and supporting documents. The study incorporates a
sample of “111 traditionally underrepresented students, 13 teachers, and 1 principal at
one ECHS in a U.S.-Mexico border region of Texas” (Duncheon, 2020, p. 173). What
is unique to the Duncheon (2020) study is the summer bridge program, which begins
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socializing students the summer prior to their 9 grade year at the ECHS. This
th

program consists of preparing “students for the Texas Skills Initiative (TSI) in
reading, the first of three tests that determine eligibility for college-level courses” (p.
182). During this program, students also obtain their college IDs to reinforce the
notion that they are now also college students. If students do not pass the TSI, “the
school had several interventions in place to ensure all students could pass the TSI and
begin college coursework” (Duncheon, 2020, p. 182). These interventions include
prepping for and retaking the exam and two required classes that focus on the college
transition and study skills. Finally, students are given their freshman year to acclimate
to the new and higher expectations before they are enrolled in college courses the
summer after their freshman year. These findings are significant in that it showcases
ways to integrate freshman into an ECHS and provide rigorous supports so that by the
end of their freshman year, these students can successfully tackle college courses.
In a parallel path, the state of Massachusetts is attempting to rapidly expand
their ECHS enrollment. According to MassINC (Forman & Ngongi-Lukula, 2021),
the current rate of expansion is too slow to make a significant impact (p. 10) and
“suggests Massachusetts should plan to serve at least 45,000 students a year in Early
College programs structured to offer students opportunities to earn 30 credits before
high school graduation. At this scale, one out of four students from low-income
families in grades nine through 12 would have access” (p. 11). The MassINC
discussion paper also summarizes data from multiple sources that show ECHS are
working, rapid expansion of ECHS is necessary, and increasing stable sources of
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funding is essential to the expansion. Hoffman et al. (2021) determines four strategies
that will be critical to increase EMC enrollment in ECHS in Massachusetts to meet
the ambitious goal of at least 45,000 students enrolled in ECHS. The four strategies
are “1. Start early college preparation in middle school or before grade 9, if possible.
2. Codesign first-year early college courses with college partners. 3. Develop
equitable assessments of readiness for college coursework. 4. Assemble a team of
high school and college instructors and administrators to codesign and lead the early
college program” (p. 8).
Summary
ECHSs provide underrepresented students many opportunities to attain
college credits and earn a postsecondary credential, associate’s, or bachelor’s degree.
However, many barriers still exist for students and these barriers interact in complex
ways to undermine a student’s successful transition to higher education (Hutchins et
al., 2019). In addition to the external factors of academics and economics, Martinez et
al. (2020) cites the unintended internal consequences of a college-bound culture that
can leave students with fear, stress, anxiety, being overwhelmed, and frustrated.
These negative consequences can prove detrimental to the college-bound culture as
some students develop negative coping strategies, such as cheating, in order to keep
up with the pressures of a college-bound school culture. Moreover, these underserved
students often struggle to fully realize faculty members’ explicit and implicit
expectations (Collier & Morgan, 2008) which can lead to serious missteps in
successfully completing coursework, passing the semester, or retaining financial aid.
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Yet, several researchers identify ways in which the ECHS model can address these
barriers to assist students in a purposeful experience that leads to degree attainment
and improved future economic outcomes. Several researchers recognize the small
environment of an ECHS lends itself to building relationships between faculty,
teachers, students, and peers, which is critical to support students attempting to meet
the higher academic standards of an ECHS (Thompson & Ongaga, 2011; Edmunds et
al., 2012; Ari et al., 2017; Duncheon, 2020). In addition to relationships, providing
other interventions and supports that address academic preparation and wrap-around
supports during the 9 grade year are critical to fostering positive associations with
th

intellectual ability and being successful in the ECHS (Edmunds et al. 2012; Ari et al.,
2017; Duncheon, 2020) while avoiding stereotype threat (Steele & Aronson, 1995;
Aronson et al., 2002).
Conclusion
In conclusion, ECHSs must continue to find ways to support all of their
students and address the various barriers students encounter. These findings suggest
that student voice needs to factor into policies that promote a college-going culture,
and that staff needs to be aware of potential negative consequences and equipped with
tools on how to address them with students to provide healthy ways to navigate a
college-bound environment. Though many ECHS have a myriad of supports already
built into their model, the research suggests that implementing targeted supports prior
to beginning an ECHS and continuing personalized academic and social supports
throughout the 9 grade year can maximize the ECHS experience and lead to more
th
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successful outcomes for underserved students. These targeted supports would include
relationship building, utilizing wrap-around services to support students and families,
and personalized academic coaching during the 9 grade year to help students
th

understand their next steps on the path to being successful in an ECHS.
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Chapter Three: Project Description
Introduction
Does the introduction restate the problem and the proposed solution to the
problem? Is there an overview of how this chapter will be organized and
presented?
While ECPs continue to increase access to college for target groups (low income,
minority, and first-generation students), these same students still experience issues
with access and academic deficit. This deficit is sometimes due to finances, lack of
knowledge regarding options and navigating the admissions process, academic
readiness, and/or lack of representation for minority students (Martinez et al. (2020).
Furthermore, these groups of underserved students can also be impacted by negative
stereotypes which impact academic performance (Steele & Aronson, 1995) (Aronson
et al., 2002) and may also struggle with tapping into their resilience (Truebridge,
2014) which can lead to exiting the program early, or not gaining access in their first
place. Likewise, parents and caring adults can either help or hinder a student’s
environment to build their resilience (Ginsburg & Jablow, 2020). To compound this,
all humans have three basic needs which are “in four major ways: by recognizing
what’s true, resourcing ourselves, regulating thoughts, feelings, and actions, and
relating skillfully to others and the wider world. When we apply these four ways to
meet our needs to the three needs we all have [safety, satisfaction, and connection],
that suggests twelve primary inner strengths [compassion, mindfulness, learning, grit,
gratitude, confidence, calm, motivation, intimacy, courage, aspiration, and
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generosity]” (Hanson & Hanson, 2018, pp.3-4). In addition to resilience, many
students may also struggle with executive skills deficits which impact academic
performance. According to Dawson & Guare (2012) expand the breakdown of
executive skills from the typical five to eight, to eleven discrete skills to “better
design interventions to address critical weaknesses” (p. 7). These skills are further
defined and explained in Appendix A, which is an adaptation of Table 1.1 Dawson &
Guare, 212, p.8-9). ECPs are just the first step in rectifying these inadequacies and
increasing entry to post-secondary education and succeeding in that environment;
interventions prior to admittance into an ECP are the next logical step to increase
access.
Early College Programs provide an amazing opportunity for underrepresented
groups to gain access to college level content while still having access to high school
supports to increase student success. However, much of the work by Art et al. (2017),
Duncheon (2020), Edmunds (2012), and Hutchins et al. (2019) show that many
students still struggle to gain access to this program because of previous deficits,
especially in academics, and these students can also struggle in their first year in the
program which can lead to lackluster performance and even leaving the program
before reaping its full benefits. The goal of this project is to address the academic
deficiencies and elicit resilience of students the semester prior to applying for the
ECP program so that upon acceptance and throughout their first year, students have
attained the academic, social, and emotional skills necessary to not only survive, but
thrive in an Early College program. The following sections will consider project
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components, how the project will be reviewed, and what conclusions can be drawn
from the implementation of the project.
Therefore, the purpose of this project is to address how to increase the college
pipeline by identifying a group of students that may not make the cutoff for entering
the ECP prior to applying and provide a support program during their winter semester
so they can demonstrate the necessary skills to enter in an ECP the following fall
semester. This group may contain the following subgroups: 7th and 8th grade students
who hope to apply at the end of their 9th grade year, 9 grade students who would
th

benefit from the ECP but are not sure if they will make the cutoff, and 9 and 10th
th

grade students who apply but are conditionally accepted or rejected due to insufficient
readiness in academics, attendance, behaviors, or executive and resilience skills. The
project is focusing on developing a coaching program specific to individual students
that is different from the generalized academic and social skills coaching offered.
Furthermore, this project addresses timelines appropriate to the college’s timelines,
from initial rejection or conditional acceptance to the deadline for demonstrating
mastery and a student being granted access to enroll in courses for the fall. At this
time, this project will not address the mechanism needed to identify students-students
will self-identify their interest in participation and obtain permission from families.
Furthermore, this program will not address larger issues with executive skills deficits
related to a learning disability or other health impairment diagnosis. In addition,
students may uncover gaps in their resilience due to mental health or environment
that exceed the scope of the coaches’ knowledge and training. Students who
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participate in this individualized program will have a better understanding of what
specific steps they need to take to achieve their goal of enrolling in an ECP with the
knowledge that they are now equipped with the necessary tools for success.
Project Components
Back in 2018, Canton Prep began the journey to create their Early Middle
College Program. Through the diligent work of administrators at Canton Prep,
PrepNet leadership, Wayne County Community College personnel, and the Michigan
Early/Middle College Association (MEMCA), the EMC program accepted its first
cohort in the fall of 2019. Similarly, all other high school campuses through the
PrepNet/NHA network embarked on similar endeavors. Canton Prep’s EMC program
has since grown from its first cohort of 15 sophomores, 20 juniors, and 10 seniors for
a total of 45 students in 2019 to 30 sophomores, 34 juniors, 35 seniors, and 17
thirteenth year students for a total of 116 students in 2022. The program had more
than doubled in four years. Across the network, NHA has nine high schools with
EMC programs. Additionally, three of these schools operate as 7 th-12th grade
buildings, which provides a unique opportunity to coach students early, so they have
a successful application season when they apply to the EMC at the end of their 9th
grade year. Already, Canton Prep has seen this interest increase with the addition of
the 7th and 8th grade last year and the appeal of an EMC attracts many families.
However, many students find out too late (after their application has been denied or
conditionally accepted) that they are missing key skills to be successful in the EMC
program. Furthermore, there continues to be a handful of students each year who

32

struggle in spite of the EMC advisor coaching that is already built into the program
and end up failing a course or being removed from the program. Therefore, this
project seeks to identify these skill deficits at least 1 year prior to the application so
that students know their standing, know their strengths and deficits, and have ample
time to build the skills necessary to be accepted into the EMC and stick with it until
graduation or completion of their 13th year.
Through the research from Truebridge (2014), Ginsburg & Jablow (2020), and
Hanson & Hanson (2018), resilience building is essential to helping students
overcome the real or perceived barriers mentioned by Martinez et al. (2020), Aronson
et al. (2002), Hutchins et al. (2018), or Truebridge (2014). Furthermore, executive
skills as defined by Dawson & Guare (2012) play a critical role in a student’s
academic achievement opportunities. These “soft skills” are not directly addressed in
a high school setting, but they are critical to a student being successful academically
and having the mental fortitude to persevere and overcome obstacles. In tandem with
this, Canton Prep also sees success with an academic coaching model that targets
students who show signs of struggling and are not getting supports from another
source, such as an IEP or 504 plan. In this coaching model, students are identified
through a funneling process. First, students go on the list if their GPA average is
below a 2.0, indicating they have failed one or more classes. Second, students are
removed if they receive supports from an IEP or 504 plan, but their case manager is
notified so adjustments can be made. Third, students are prioritized if they failed 3 or
more classes the previous school year. Finally, the remaining students are also
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flagged if they have attendance or behavior issues from the previous or current school
year. This funneling process helps the coaching team narrow down those students in
most need of support as well as begin to identify areas of focus for weekly coaching
sessions. This program also utilizes a digital check-in form which streamlines
communication between students, families, teachers, and the coach. This form exists
because of the COVID pandemic and a need to be able to track coaching while the
school was in a virtual environment. Previously, coaches used paper tracking sheets
and would then spend additional time transcribing their notes to families in email.
This form expedites the communication process in real time.
Appendix A, as previously mentioned, defines the eleven executive skills
students are still developing. According to Dawson and Guare (2012), children
develop their executive skills over the first two decades of their life. While some of
the factors for these skills is controlled prior to birth, the first twenty years of life
greatly shape the development of these skills. Also, executive skills are controlled
mostly by the prefrontal cortex and this is the last part of the brain to mature (Dawson
& Guare, 2012, p. 5) Finally, a process called pruning, or more commonly known as
“use it or lose it”, begins at age 3 and continues through adolescence, even up to age
25 when the brain typically fully matures (Dawson & Guare, 2012, p. 5). This should
not be a death knell to students who struggle with executive functioning skills; rather,
it is a grand opportunity to learn and reinforce these skills to build healthy habits that
will lead to successful and fulfilled lives. This resource will be used to explain what
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the executive skills are to teachers, coaches, students, and parents. It will also be
referenced in coaching sessions and the academic review.
Appendix B is the Academic Coaching Overview presentation. This
presentation will be used to share the program with school administration for program
approval. If approval is granted, it will also be used to train the academic specialists.
This presentation highlights the parameters for the coaching program as well as
clearly stating it is not a “fix it all” solution. Also, it outlines two timelines for the
different cohorts. Group 1 is comprised of 7th and 8th grade students who are
interested in applying for the EMC at the end of 9th grade. Their model primarily
focuses on monitoring academic, attendance, and behavior for signs of resilience skill
or executive functioning skill deficits and only implements Tier 2 coaching during
spring semester to address concerns. Similarly, group 2 is comprised of 9 th and 10th
grade students interested in applying to the EMC in April, but their timeline is more
aggressive. These students will go through and academic review (Appendix E) and
Tier 2 and Tier 3 coaching models can be implemented in the spring depending on
student need.
Aside from the group timelines, Appendix B also outlines the roles of the
program director, the academic coach, the parents, the student, and the staff as well as
general timelines for the director and coaches. Clearly defining roles and
responsibilities is a key component of the regular academic coaching program’s
success and there is a noticeable positive trajectory if all stakeholders are invested in
a student’s success versus only having some stakeholders invest in the program.
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Finally, Appendix B shares some resources for coaching that will assist the
coach and student during their academic review meeting and subsequent coaching
sessions. These graphics define the executive skills and the resiliency skills students
need to develop to be successful adults and shows how they are connected.
Appendix C is the Academic Coaching Budget Proposal. This chart outlines
the funding, planning, and resources required for a successful coaching program.
Fund sources will vary from year to year depending on Title 1, 31a, and grant
funding, so the funding source will be flexible. However, with the increased student
enrollment this year, more grant funds and additional funding sources will become
available.
Appendix D is a sample Academic Coaching Family Letter that will be sent
to families after a student is identified as needing coaching and agrees to participate
in the program. This letter informs families about the coaching program, who the
coaches are, and the role the parents play in making this coaching experience
meaningful for their student. This letter will help ensure that families are on the same
page with the other stakeholders and clearly defines the different tiers of the program.
Tier 1 is where support from classroom teachers and tutoring is sufficient, but the
coaches will continue to monitor. Tier 2 is where Tier 1 is not sufficiently addressing
emerging deficits and is where weekly to bi-monthly coaching is needed, along with
classroom support. Typically, Tier 2 begins after fall semester for students new to the
program. For returning students, Tier 2 can start as early as after progress reports in
early November. Tier 2 is not implemented at the beginning of the year because
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coaches are conducting academic review meetings and it also gives these returning
students the opportunity to showcase what they learned last year in coaching as Tier 2
may no longer be appropriate. Finally, Tier 3 is implemented after the EMC
application and is bi-weekly coaching after Tier 2 proves ineffective. This is
implemented with continued classroom support and may also include increased
teacher and parent communication to ensure positive progress is occurring.
Appendix E is the Academic Review Template that the director and coaches
will use with every student interested in applying for the EMC program that is in
Groups 1 or 2. This template includes 4 tabs: a student overview, a credit audit and
GPA, an attendance and behavior evaluation, and a resiliency and executive skills
assessment. The student overview page is designed to pull data from the other three
tabs and help coaches show the student and their parents if a student is on-track, offtrack, or in need of intervention. The credit audit tab is for high school courses only,
so it will not be applicable to 7th and 8th grade students unless they are enrolled in
high school courses. This is almost identical to the credit audits the registrars use
when evaluating a student’s progress towards graduation. All courses listed above the
diagonal blue line are required by the state of Michigan. Each row constitutes a core
subject and has conditional formatting applied to show green if the student earns
credit, yellow if they are currently taking the course, or red if they did not earn credit.
There are also drop down menus for some courses that exceed the required courses.
Take science for example. Biology and Chemistry are both required courses and
therefore do not have a drop down. However, the state of Michigan also requires a
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third science course. Students can then choose Human Anatomy or any of the AP
Science courses being offered that year. All courses are then totaled up and are
reflected in column A, which will turn red if there are no credit in that subject, yellow
if there are some credits in that subject, and green if they have earned all required
credits in that subject. Cell A24 is also special as it determines based on credits
earned what class standing a student is. This is updated in cells A2:K2. For example,
if a student has earned at least 3.99 credits, the cell will update and show the student
is a sophomore. This information should be taken with a grain of salt as while the
student matriculates to the next grade, they are off-track for graduation as a full
sophomore status would be 6 credits. The credit audit tab also has a Cumulative GPA
box in K1 which has conditional formatting to red if a GPA is less than a 2.0, yellow
if it is between 2.0 and 2.99, and green if it is a 3.0 or greater. This will all be
reflected on the student overview tab. On a related note, there is a section near the
bottom for the auditor to leave notes, sign their name, and date when this audit was
last updated. This is important for a few reasons. First, if there are questions about the
audit at a later time, the reviewer knows with whom to speak. Second, the date
informs the reviewer if the audit is current and accurate, or if it needs to be updated.
Third, the notes section provides an opportunity for the auditor to leave any relevant
information regarding the audit or future academic plans. For example, the auditor
can include the current number of community service hours earned, if there are
extenuating circumstances that explain why a student is behind in credits, and if this
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student needs to attend Recapture Academy in February-March or Summer Academy
in June and July to get back on track with their credits.
The Attendance and Behavior evaluation tab in Appendix E showcases any
red flags that would impact a student’s success in the EMC program. The auditor
tracks total tardies, absences, and truancy notices from the current and previous
school year. Tardies and absences are conditionally formatted to flag red if the
number is greater than or equal to 10, yellow if the number is between 4 and 10, and
green if the number is less than 4. Truancy notices will flag green for NA, yellow for
1st or 2nd, and red for Final. These are signals to the auditor that yellow and red fields
are areas of concern that should be addressed in the family meeting. The behavior
section follows a similar model and tracks whether the student receives referrals,
detentions, and/or suspensions from the previous year and the current year. These
fields will flag red if the answer is yes, and green if the answer is no. Both the
attendance and the behavior sections provide comments for relevant circumstances.
For attendance, these can include documentation of a significant health issue,
transportation troubles, or the reason why a student received a final truancy notice.
For behavior, these circumstances can include what the discipline was for as well as
any mitigating factors or if the behaviors were significant (like suspension or
expulsion) and occurred prior to becoming a student at Canton Prep.
Appendix E concludes with a tab to rate a student’s executive skills and
resiliency skills. The executive skills are evaluated by the student first, then the
auditor. In each skill’s cell is a note that contains the definition of the skill, so it is
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easier for students to self-evaluate. The ratings are then conditionally formatted to
turn red if the score is less than or equal to 2, yellow if the score is between 2 and
3.99, and green if the score is greater than or equal to 4. These scores are averaged
and totaled up in column F, which will produce an overall score. This cell is also
conditionally formatted to flag red if the score is less than or equal to 2, yellow if the
score is between 2 and 3.7, and green if the score is greater than 3.7. This is a change
as the threshold for green was originally 4 or higher; however, the work of Dawson
and Guare (2012) continually demonstrate that the adolescent brain is still developing
these skills and it is unrealistic for a 13–15-year-old teenager to attain a 4 or 5 in
every skill. Rather, a 3.7 indicates that some of these skills have reached a 4 or higher
and the student is following the expected growth patterns of developing these
executive functioning skills. Underneath the executive skills is the resiliency
evaluation. This is completed by the student and also contains the definitions of these
terms and follow the same 5-point rating system and conditional formatting. Column
K provides the average of the scores and provides the same color coding as Column
F. There is also a notes section included for the auditor to capture any data that jumps
out, such as the student showing overall strengths or deficits, or if a particular subset
of skills is a strength or deficit. This tab can also provide some flags that a student
may need to be evaluated for an IEP or 504, or if the student needs support from a
social worker or other mental health professional. It is important for the auditor to
share this data with the family and school administration, but it is unwise to make
conclusions that are outside the scope of the auditor’s area of expertise.
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Once the academic review is completed, all of the scores appear on the student
overview tab and most areas will automatically change color based on conditional
formatting. GPA will flag red if it is less than 2, yellow if it is between 2 and 2.99, or
green if it is 3.0 or higher. Attendance, Behavior, Resilience Skills, and Executive
Skills will flag red if the score is less than or equal to 2, yellow if the score is between
2.1 and 3.7, and green if the score is greater than or equal to 3.7. The exception is the
credit audit will not change color, but the number will auto-populate. The auditor will
then have to color the cell green if the student is fully on-track with credits, yellow if
the student matriculated to the correct grade but is behind in credits, or red if the
student is behind in credits and does not have enough credits to matriculate to the
correct grade level. Once this is complete, the auditor will then select from the dropdown menu in C4:C8 as YES! (and turn bright green), Off-Track (and turn bright
yellow), or Intervention needed (and turn bright red). The auditor will then include
any relevant notes from the family meeting when they review all this information and
then a copy is printed off for the family. This can also be digitally signed by the
parent and student, or a second copy can be printed off and stored in a secure file at
the school.
Appendices F, G, and H are sample student academic reviews. Appendix F is
the Academic Review for Student Sample 1, Appendix G is the Academic Review for
Student Sample 2, and Appendix H is the Academic Review for Student Sample 3.
All sample students are in the spring semester of their sophomore year in high school
and showcase how a review meeting is prepared for and executed. In Appendix F,
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Student Sample 1 receives an overall rating of YES! as their scores are on-track
(mostly green) to be ready to apply for the EMC program and stand a great chance at
being admitted. This student is recommended for Tier 1: classroom supports and
continued monitoring, and the student and parents also gain some insight on areas of
growth in resilience and executive functioning. The overview tab also highlights the
growth Student 1 shows in attendance and behavior from freshman year to sophomore
year as well a continued growth in academics.
Also in Appendix G, Student Sample 2 receives an Off-Track overall rating
(some green, some yellow, one red). This student is behind their credits but is still a
sophomore as they were promoted mid-year. The overview tab also shows the GPA
rating suffers as the student failed four classes in spring of their freshman year. This
is noted on the attendance and behavior tab as the student missed a significant number
of days in the spring, and there were also issues with family communication,
transportation, and custody. While the attendance has improved, there is still a
concern for this school year. Finally, the resiliency and executive skills tab show
good overall scores in the green, but the notes section does highlight some areas for
improvement and some possible explanations why Student 2 struggled to catch up
freshman year. Student 2 would receive Tier 2 supports with weekly coaching to
ensure class grades are passing and work on those skills of planning/prioritizing, and
time management.
Last but not least, Appendix H showcases Student Sample 3 who receives an
overall rating of intervention needed (little to know green, mostly yellow and red).
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Now this student’s audit is still after the semester ended, but the overview page
highlights a key detail to re-evaluate at the end of the semester. Student 3 is still
waiting for two class grades to be updated due to missing two finals due to COVID
and needing to make them up after the semester. This is a reminder to the coach to go
back and update the documentation as this may also change the recommendation and
tier of support. Currently, Student 3’s GPA is not up to par at a 1.7, and the overview
sheet also indicates attendance and behavior are still a concern. Upon further
inspection, the behavior consequences are directly related to the continued tardiness
issue. This also connects to the lower scores in response inhibition,
planning/prioritizing, and time management. While the scores look dire, there are also
some growth areas. First, Student 3 has the highest resilience score out of all three
sample students. Second, though it is still a work in progress, Student 3 has improved
their attendance from last year. Finally, Student 3 shows grit by doubling up on math
to recover a lost credit from freshman year.
Appendix I is the Academic Coaching Meeting Check-In Form that coaches
will use when meeting with their student who receive Tier 2 or Tier 3 support. This is
a Google Form that sends all responses to Appendix J. In addition to this, the form is
also set up to automatically send the response to the coach and relevant stakeholders.
This form asks the student what has gone well this week, tracks some data on missing
assignment numbers and the number of classes at a C- or above, identifies the classes
the student is currently struggling in, an action plan to address these concerns, and
two questions to identify one other area of focus related to the academic review tabs
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(attendance, behavior, resilience, or executive functioning) which may be impacting
academic performance and what supports are needed to help this plan come to
fruition before the next coaching meeting. On the responses tab in Google, there are
some analytics charts the director can use to assess the overall health of the program
when conducting the bi-annual evaluation, but the really exciting breakdowns happen
in Google Sheets with Appendix J.
Appendix J is the Academic Coaching Meeting Responses where all of
Appendix I’s information is housed. The first tab uses a Google Chrome extension
called FormMule to send the form responses to several different emails. This is where
the email template is made and determines which information is shared. This is how
the responses go to the student, the parent, the tagged teachers, and the coach. The
next tabis Form Responses 1, which shows every response recorded. This then
enables the magic on the next three tabs for Students 1, 2, and 3. On each of their
tabs, there is a query formula to pull just that student’s data into one sheet. Some
irrelevant data (like emails) are hidden, two columns leverage conditional formatting
to highlight missing assignments and passing rates and change indicators and trends.
For example, missing assignments stay green if they are less than or equal to 5,
yellow if they are between 5 and 10, and pin if they are greater than or equal to 11.
For passing rates, it is green if the student is passing 5 or more classes, yellow if they
are passing between 2 and 5, and pink if the are passing 2 or less. The coach can use
this information to review prior to the coaching meeting and they can also show the
student at the beginning of their next session to remind the student what the previous
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goals were and if they were accomplished. Both of these practices are highlighted in
Dawson & Guare (2012) for successful coaching and goal setting. The coach and the
director can also quickly see the frequency of the meetings and make adjustments at
their weekly check-ins. For example, Student 3 may have missed two check-ins.
Now, the coach can still complete the check-in form and document the student has
missed two check-ins. Or the coach may tell the director that Student 3 has missed the
last two check-ins due to bereavement absences, so the social worker and the
student’s system can be initiated. This spreadsheet and all its tabs become a vital
piece of information during the bi-annual review process.
Appendix K is the EMC Coaching Evaluation Form which is one of the tools
used to evaluate the effectiveness of the program. This Google form has two sections:
one for students and parents, and one for coaches and teachers. Each section contains
questions relevant to that group of stakeholders and provides questions with a 1-5
rating scale as well as a place for feedback on changes. Lastly, the responses section
in Google forms shows some graphs and analytics on responses and feedback. This is
also captured in Appendix L, the EMC Coaching Evaluation Form Responses. While
the data captured is the same, housing it in Google Sheets will allow the director to
filter and sort results by type of support and trends from different stakeholders. This
information is used in conjunction with Appendix M, the EMC Program Evaluation.
In this spreadsheet, each coaches’ results are tracked after the EMC application
process and broken down into the coach’s cohort, and then each individual student’s
results. For example, Mrs. Teel’s cohort is the most successful during the application
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window. Mrs. Schmotzer’s cohort has fewer students in the pro column, but all her
students are fully admitted and removed from the coaching cycle. Mr. Sparks’ cohort
is evenly split, but most of his students need Tier 2 or 3 coaching. The director will
then take the information from Appendices K, L, and M and meet with school
leadership to determine what, if any, changes should be made to the program for the
next 6 months until the review is conducted again. This can include removing an
ineffective coach, praising an effective coach, moving students to different tiers of
coaching, fading out coaching for successful students, or finding more effective ways
to communicate between all stakeholders using technology.
Project Evaluation
As previously stated, Appendices K, L, and M will be used to evaluate the
success of the coaching program. In the first semester, the academic reviews and
semester 1 data results will help determine if the monitoring systems are effective and
identified at-risk students early enough prior to the semester’s end. In the first year,
the program will be successful if the academic reviews can accurately predict the
EMC application outcomes and if the reviews can also identify skill deficits early
enough in time for Tier 1 and 2 to work prior to the application process. If this is the
case, then the process will be fine-tuned and expanded since the EMC program
continues to grow at a rate of 1.6 every year. If this is not the case, then the director,
coaches, and school administration will review the feedback from stakeholders and
conduct a post-mortem to determine which processes or procedures are great in
theory but did not live up to real life practice and make the appropriate adjustments.
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Project Conclusions
While admittance to an ECP program is a significant step in opening many
opportunities, some target groups (low-income, first generation, and/or minority
students) are still being left behind. Though ECPs continue to address these gaps
since their inception over twenty years ago, more and more research is being done on
the factors that contribute to a student’s success in an ECP (Berger et al., 2010),
(Berger et al., 2013), (Berger et al., 2014), (Duncheon, 2020), (Edmunds et al., 2012),
(Edmunds et al., 2020). Even more significant is the research on the factors that can
contribute to a student’s failure or early departure from the ECP (Collier & Morgan,
2008), (Edmunds et al., 2020), (Forman & Ngongi-Lukula, 2021), (Garcia et al.,
2018), (Hutchins et al., 2019), (Jabbari et al., 2022), and (Martinez et al. 2020).
Though these barriers may be real or perceived, many researchers are finding that
students can be successful if the right level of supports are built into an ECP and its
school community (Ari et al., 2017), (Barnett et al., 2015), (Hoffman et al., 2021),
(Lauen et al, 2017), (Song & Zeiser, 2019), and (Thompson & Ongaga, 2011).
Furthermore, neuroscience also provides insight into some perceived or real
barriers that ECP participants and applicants may struggle with, particularly resilience
and executive functioning skills. The work of Truebridge (2014), Ginsburg & Jablow
(2020), and Hanson & Hanson (2018) shed light on the abstract concept of resilience,
the many factors which contribute or hinder its growth, and the powerful influence
that adults can have on a young person’s resilience. Time and again, resilience is
featured as a reason why ECPs and their students can be effective because the
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program by its nature fosters it. However, there are many ways to improve one’s
resilience and this can be done at the individual level, or through a coaching or
mentoring relationship. In tandem with resilience, executive functioning skills are the
“soft skills” that many successful students acquire, and their absence can be a real or
perceived barrier (Martinez, 2020) leading to discontinuing an ECP program.
While these advancements in research are exciting and new models of support
are being vetted, there are still unknowns that impact a student’s success in an ECP.
This coaching program is heavily reliant upon all stakeholders being fully vested in
the coaching relationship and being willing to identify and work on weaknesses. This
will not happen if there are breakdowns in trust, or if there are barriers to
vulnerability which will diminish productive results. This program also uses a lot of
technology and data analytics which can sometimes be labor-intensive or cause the
analysis to be bogged down by too much information. Finally, the funding sources
and personnel available to coach will shift from year to year depending on
enrollment, staff retention, and ECP growth. This means that consistency among
coaches will be difficult to come by during this rapid growth phase, and onboarding
will be significant task at the beginning of each semester. Connected to this, the
program also assumes that coaches will not be pulled for other duties and that
coaching caseloads will be manageable. However, COVID and post-COVID
education shortages show that is not the reality schools live in and may not for some
time. Despite these challenges, ECPs are making changes in students’ lives and
should continue to expand their access to their target groups.
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Plans for Implementation
This coaching program can be utilized by any school with an ECP or schools
that want to ensure their students are best prepared for college success upon
graduation. The tools in this program are tailored to the goal of admittance into an
ECP, but they can also be adapted to address any skill deficits and leverage the
coaching model. This model is intended for ECP hopeful students in grades 7-10 at a
metro-Detroit school with an established EMC program. To be clear, this is a tool to
provide information to students, parents, and teachers on a student’s readiness for an
ECP. It does not guarantee admittance nor claim to fix skill deficits by itself. Rather,
the tools included in this program should be used in conjunction with a solid college
preparatory curriculum and in a school culture that is focused on college readiness
and college success. If a college advisor or school administrator is interested in
starting or bolstering an academic coaching program, they should take time to
account for differences in their students’ needs, school culture, community
engagement, and access to technology. While many of these tools are created to
improve efficiency, if stakeholders can not access or understand the results, the
program will lose its effectiveness. Therefore, it is important to the advisor or
administrator to gather input from trusted stakeholders and implement the coaching
program in stages. This is best done by taking time to gather data and get staff buy-in
during year one, prior to launching a new initiative in year two of implementation.
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Academic Coaching
PROJECT TITLE

Academic Coaching for entry into an Early
College Program

One director/coach, at least two additional coaches
(part time coach=15 students, full time coach=up to
HUMAN
30 students). The below calculations are based on 3
RESOURCES people splitting the work at $25.00/hour, which
would also include benefits. The caseload would
total 60 students EACH group in these calculations.

PROJECT
MANAGER

Director of Academic Coaching

DATES

PROJECT DETAILS
STATUS PRIORITY

START
DATE

Not Yet
Medium
Started

9/8/22

END
DURATION TASK NAME ASSIGNEE DESCRIPTION
DATE

9/18/22

9/18/22 9/25/22

10

7

Identification
and coach
assignments

Contact +
Build rapport

8/31/23

DELIVERABLES

TARGET GROUP 2: conditionally accepted or rejected
applicants in the 9th or 10th grade.

Not Yet
High
Started

9/8/22

% DONE

10%

COST/HOURS
FIXED COST

ESTIMATED
HOURS

$62,950.00 1,798

Director

-Identify
participants
-Assign
coaches
-Set up data
collection
forms and
confirm
validations

0%

$625.00

25

Coaches

-Contact
families and
determine
check-in
schedule

0%

$750.00

30

72

-Establish
relationship
with students
-identify areas
of concern
-determine top
3 highest levers
to implement in
each coaching
cycle for the
greatest impact

Not Yet
Medium
Started

Not Yet
High
Started

9/8/22

6/17/23

9/21/22 6/17/23

273

260

Data entry

-Pull weekly
data on missing
assignments
-Pull weekly
data on grades
Director +
-Enter into data
Coaches
collection form
-Use data to
prepare for
check-in
meetings

0%

$2,625.00

105

Check-Ins

-meet with
students
-summarize
meeting using
Google form
Director + -submit form
Coaches which auto
generates an
email for
students and
families
-call families of

0%

$32,500.00

1300

73

nonresponsive
students

Not Yet
Low
Started

Not Yet
Low
Started

Not Yet
Medium
Started

9/21/22 6/17/23

10/30/22 6/17/23

10/30/22 6/17/23

260

221

221

Teacher
consults

-consult with
teachers as
needed
-gather critical
information
about courses
Director +
(upcoming
Coaches
tests, tutoring
availability,
etc.)
-if needed,
observe a
student in class

-Data review
meeting (mid
Director +
Data Review
semester and
Coaches
end of every
semester)

Adjust
caseload

-Based on data
review meeting,
adjust caseload
participants and
frequency of
Director +
meetings
Building
-Contact any
Admin +
new
Coaches
participants and
complete intake
activities to
determine
needs

0%

$5,250.00

210

0%

$200.00

8

0%

$750.00

30

74

Not Yet
High
Started

Not Yet
Medium
Started

Not Yet
High
Started

2/21/23 4/15/23

5/27/23 8/26/23

9/8/22

8/26/23

54

Application

assist students
Director + in completing
Coaches the ECP
application

89

Summer
Bridge
Program

assist students
Director + as needed in
Coaches summer bridge
program

0%

$1,500.00

60

Employee
Insurance

-employer cost
of providing
full benefits
Director + and insurance
Coaches per 3
employees
($6000 per
employee)

100%

$18,000.00

0
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TARGET GROUP 1: monitor 7th and 8th grade cohorts
to determine if interventions are needed

Not Yet
High
Started

Not Yet
Medium
Started

9/8/22

9/8/22

9/17/22

9/18/22

10

10

Identification
+ Coach
assignments

Contact +
Build rapport

0%

$750.00

30

0%

$42,900.00 1,716

Director

-Determine if
any students are
of immediate
concern
-Add to coach
caseload
-Set up data
collection form

0%

$625.00

25

Coaches

-Contact
families and
determine
check-in
schedule

0%

$750.00

30
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-Establish
relationship
with students
-identify areas
of concern
-determine top
3 highest levers
to implement in
each coaching
cycle for the
greatest impact

Not Yet
Medium
Started

Not Yet
High
Started

9/8/22

6/17/23

9/21/22 6/17/23

273

260

Data entry

-Pull weekly
data on missing
assignments
-Pull weekly
data on grades
Director +
-Enter into data
Coaches
collection form
-Use data to
prepare for
check-in
meetings

0%

$2,625.00

105

Check-Ins

-meet with
students
-summarize
meeting using
Google form
Director +
-submit form
Coaches
which auto
generates an
email for
students and
families

0%

$32,500.00

1300

76

Appendix D
Academic Coaching Family Letter
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September 9th, 2022

Greetings Parents and Students,

Welcome back to Canton Prep for the 2022-2023 school year! We are so excited that you have chosen
to continue your child’s educational journey with us. This letter introduces the Academic Specialists,
explains what the Academic Support Program looks like for this year, and how you can partner with us
to help your child have a successful year at Canton Prep and bolster their skills for the EMC program.
Academic Specialists:
My name is Mrs. Schmotzer and one of my roles at Canton Prep is an Academic Specialist. An
Academic Specialist’s role is to assist students who have been identified as at-risk because they
struggled academically, or they have a 504 plan and may need some additional support. Therefore, I
will be working with your student throughout the year to help him/her identify areas for improvement
and teach academic skills. We will check in on a regular basis to set goals and check on your child’s
progress in meeting those goals.
Mr. Sparks and Mrs. Teel will again be assisting me as Academic Specialists. They will be responsible
for some student observations, tutoring-monitoring, and student progress meetings. You will receive
summaries of their check-in meetings via email. .
Academic Support Program:
This program was created to assist students with their academic studies to improve their chances of
acceptance and then successful completion of our EMC program. Students self-identify that they are
interested in the EMC program and if they want to conduct an academic review. During this meeting,
the specialist will look over your child’s credit audit and GPA, attendance and behavior, and assess
their current development in executive skills and resilience skills. The results determine if your student
needs support and how often. These results are also shared with the family.

Students may fall into three categories of support:
• Tier 1: support from classroom teachers and tutoring is sufficient, continue to monitor
• Tier 2: weekly to bi-monthly coaching needed, along with classroom support
• Tier 3: bi-weekly coaching needed, along with classroom support (this does not occur until
after the EMC application in April)
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Plan:
In order for this process to be effective, we need to band together as an educational support system for
your child. During our meetings with your student, we will define his/her short and long term academic
goals and set responsibilities for each party involved. Most of the responsibility will fall on your child
as it is their academic career; however, we are asking for your assistance in holding your child
accountable to their academic plan. This plan may include scheduled tutoring time with their teachers,
organizational tools to get caught up on missing work, and/or improving study skills to better prepare
for assessments. Furthermore, we will be in contact with you after each of our meetings to update you
on your child’s goals and progress.

Therefore, please respond to this letter by Friday, September 16th with your preferred method of
contact- email address or phone number. I will then add this to my records and use this method to
update you after meeting with your child. If I do not hear back, I will call home to ensure you did
receive a copy of this letter.

I hope that with our continued support, we can help your son/daughter be more successful this school
year by building on the successes we had last year. If you have any questions, please do not hesitate to
email me at 121.jschmotzer@nhaschools.com.
Sincerely,

Jennifer Schmotzer
Ryan Sparks
Wesley Teel
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Appendix F
Academic Review Student Sample 1
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Appendix G
Academic Review Student Sample 2
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Appendix H
Academic Review Student Sample 3
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Appendix I
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Academic Coaching Meeting Responses
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Appendix K
EMC Coaching Evaluation Form
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EMC Coaching Program Evaluation
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